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ABSTRACT 

Examined with 95 educable mentally retarded male Ss 
(9*10*5 years old) was the relationship between anxiety and 
outerdirectedness. Ss were given the Test Anxiety Scale for Children 
(TASC) and a measure of outerdirectedness involving a puzzle task* 
Zero correlation was found between anxiety and outerdirectedness; and 
the same results were found after a failure condition was imposed and 
the TASC was repeated to test for a change in anxiety level* Ss 
tasted in a failure condition completed the puzzle task faster than 
controls; however, anxiety increased significantly after the failure 
condition was received. (The bulk of the document consists of a 
research review with approximately 90 references; and appended 
material including drawings of the puzzle tasks, a copy of the TASC, 
and parent consent forms* ) (IM) 
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ABSTRACT 

Ninety-five males from Em classes were selected from school dis- 
tricts in the Southern California area. All subjects were liven the 
Test Anxiety Scale for Children (TASC) and a measure of outerdirected- 
ness. Contrary to the major hypothesis of the study, zero correlation 
was found between anxiety and outerdirectedness. However, subjects 
ranking in the upper and lower third of the anxiety scale distribution 
were randomly assigned to a success, failure or control group in order 
to measure the degree of outerdirectedness after interpolated success 
and failure treatments. The subjects were then given the TASC again to 
investigate the possibility of a change in anxiety. 

The hypothesized effects of anxiety level and treatment conditions 
resulting in greater outerdirectedness did not receive support* In 
contradiction to previous studies, subjects in the failure condition 
took the least amount of time to complete the puzzles, The hypothesized 
effect of failure resulting in increased anxiety received support, A 
significant interaction between anxiety and treatment conditions was 
reported in that subjects with previously reported low anxiety increased 
significantly in anxiety after having received the failure condition. 
Possible problems in using the PUZZLE TASK as a measure of outerdirected 
ness were discussed, 
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INTRODUCTION 

This study was designed to investigate a problem solving style of 
educable mentally retarded children in terms of the mode of outer- 
directedness and its relationship to state anxiety. The study was 
organized in two major sections, In the first s Ihe concern was to 
deterrrine the existence of a relationship between state anxiety and 
outerdirectedness and to describe its nature. In the second section^ 
the focus was on the effects of interpolating a success* failure or 
control condition on the level of anxiety and the degree of outer- 
directedness exhibited by the WMR subject, 

REVIEW OF RESEARCH 

The Outerdirected Motivational Style 

The view that retardates are more rigid In their thought processes 
than normals of the same mental age was advanced by Lewis (1936) and 
Kounin (1941) which is consistent with the gestalt or field theory con- 
structs. An alternative explanation for the behavicr observed was 
posited by Stevenson and Zigler (1957) in which the differences in per- 
formance of normal and retarded subjects reported by Levin and Kounin 
were related to motivational differences between the groups rather than 
to differences in cognitive rigidity, The latter hypothesis was based 
on the assumption that institutionalised retarded children tend to be 
relatively deprived of adult contact and approval than do normal child- 
ren. In addition, cultural familial retardates 1 perlormantjes were viewed 
as depressed by the effects of social deprivation and an expectancy for 
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failure according to the same dynamics discussed above, A retarded child s 
therefore, approaches a given task with a "negative reaction tendency" due 
to past failure experiences, as well as a "positive reaction tendency" or 
desire to interact with a reinforcing adult. Zigler (1961) stated that 
assuming retarded subjects have negative feelings toward an experimental 
situation, it may be hypothesized that such subjects begin the session 
with a relatively high positive tendency to respond due to a greater 
motivation to interact with and to gain the approval of an adult which, 
in turn s stems from the negative experiences, perhaps of a painful nature, 
which they have had at the hands of adults, If, however, the child learns 
during the experimental situation that the experimenter is not like other 
strange adults he encounters in his environment, then the subject meets 
the session with a positive tendency which is reduced much less than his 
negative tendency. The finding (Zigler, 1962) that retardates terminated 
an experimental game earlier than normals in compliance with the examiner's 
suggestion was seen to result from outerdireetedness where a child exper- 
iences failure in solving problems on his own and as a consequence be- 
comes, wary of self-initiated actions, The child becomes, consequently, 
more sensitive to external cues and relies unduly upon them, in hopes that 
they are more reliable indicators of appropriate responses than are his 
own solutions. Further, the child is apparently more successful when 
doing so. 

The findings of Green and Zigler (1962) and Zigler, Hodgden and 
Stevenson (1958) that retardates were more sensitive to cues given by an 
adult than are normal children of the same MA led Zigler and his asso- 
ciates to formulate a motivational style of problem-solving which they 
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termed * , outerdirectedness n (Sanders, Zigler and Butterfield, 1968; 
Turnure and Zigler, 1964), This style was defined as the degree to 
which the subject uses external cues in his problem solving rather than 
relying on his own cognitive resources. 

Green and Zigler (1962) employed institutionalized and noninstitu- 
tionalized retarded groups as well as normal control groups to test the 
hypothesis that the noninstitutionalized retardates and normals would 
choose to terminate a task more rapidly than would institutionalised 
retardates. In addition to their findings of no significant increase 
or decrease on Part Two as compared to Part One of the criterion task, 
a satiation exercise, nor any significant interaction effects, Green and 
Zigler found a tendency for the retarded subjects to terminate games at 
points where the examiner reminded them that they could stop, while 
normal subjects tended to terminate the monotonous game on their own 
initiative, Zigler, Hodgden and Stevenson (1938) interpreted the same 
findings as evidence of the greater compliance of retardates with in- 
structions* The greater compliance stemmed from the greater social de- 
privation experienced by institutionalized retardates, Zigler, Hodgden 
and Stevenson (1956) defined this overt manifestation of outerdirected- 
ness as a mechanism employed to gain desired social reinforcement* 
Another, more plausible, explanation is suggested by Green and Zigler 
(1962), They hypothesized that the child's compliance with adult sug- 
gestions or his sensitivity to the cues of adults is related to the tela* 
tive amounts ©f success and failure that the child has experienced in 
dealing with problems with which he is confronted. If a child's self- 
initiated solutions result in a high percentage of failure experiences, 
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then he may be wary or comfc to distrust such self-initiated actions, The 
child would then be expected to evidence a greater sensitivity to external 
or environmental cues in the hope that such cues would be more reliable 
indicators of appropriate responses that are his internal ones, If it is 
assumed retardates encounter more failure experiences , for example , en- 
counter more problems beyond their capacity to solve 3 then Green and Zig- 
ler's hypothesis generates the predictions that retardates would evidence 
a greater sensitivity to external cues than normal subjects and that non- 
institutionalised retardates live in a relatively protected environment, 
one that is adjusted to their intellectual limitations, they presumably 
experience less failure than expected to live up to expectations normal 
for a child of his chronological age* Hence, the noninstitutionalized 
retardate is more open to experience failure with a resultant increment 
in his sensitivity to and dependence upon external rather than internal 
cues * 

One of the first tests of the outerdirected position was carried out 
by Turnure and Zigler (1964), They conducted two studies to test the 
hypothesis that the high Incidence of failure experienced by retardates 
results in their employing an outerdirected style of problem-solving. In 
Study One noninstitutionalized familiar retarded and normal children 
matched on MA, experienced either success or failure treatments during 
three games and then were administered two imitation tasks, They found 
that retardates were more imitative than normals, and that all the chil- 
dren were more imitative following the failure than the success condition. 

In Study Two normal and retarded subjects matched on MA and randomly 
divided into experimental and control groups performed two object assembly 
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and one block-board task, Twenty normal and twenty retardates wars 
fc matched on MA and were assigned to control and experimental groups in 
which an equal number of boys and girls were placed in each group , The 
normal and noninstitutionalized retardates were instructed to assemble 
a simple puzzle of four pieces as fast as they could* While the subject 
was assembling his puzzle, the experimenter put together a second object- 
assembly item. They hypothesized that the outerdirectedness of the re- 
tarded child would lead him to attend to what the experimenter was doing 
rather than concentrate on his own task, thus interfering with his per- 
formance on the first puzzle. When the child completed his puzzle the 
experimenter took apart the puzzle he had assembled. He then gave the 
second puzzle to the child and told him to put it together as fast as 
he could* Turnure and Zigler found in Study Two that the retarded 
experimental group did poorer than the normal experimental group on the 
first object assembly task, a horse puzzle, but performed superior to 
the normals on the second object assembly task, an elephant puzzle. The 
retarded experimental group also showed a tendency to be more imitative 
on the block-board game and they made more glances toward the examiner, 
Significantly, Study Two demonstrated that outerdirectedness may be 
either detrimental or beneficial depending on the nature of the total 
situation. Heightened outerdirectedness therefore is not invariably 
detribmental to performance on problem solving tasks and may even be 
incorporated in learning situations as an aid. 

The difference in the incidence of imitation between normals and 
retardates was more striking in Study Two than in Study One, Signifi- 
cantly, the imitation procedures of Study One and the block-board task 
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Of Study Two differed greatly in the degree to which they would be ex- 
pected to induce imitative responses. In Study One the child was told 
that he was to make some designs; then instructed to observe the adult 
experimenter make a design, and finally asked to make his own design. 
In Study Two the child was already drawing when the experimenter engaged 
in behavior which later could be imitated. Furthermore, the experimenter 
engaged in this behavior unobtrusively, giving no overt indication that 
the child would eventually be faced with the same task. This latter pro- 
cedure required the child to shift his attention from his task to the 
experimenter's behavior in order for any imitation to take place, Tur- 
nure and Zigler stated that the observed tendency of the retardates to 
imitate under even these conditions indicates the pervasiveness of his 
reliance on external guidance. 

Importantly, Turnure and Zigler cautioned that a retardate is not 
more outerdirected than a normal child simply because he has a lower IQ, 
The degree of outerdirectedness of any individual child depends rather 
on two factors: the level of cognition attained, or MA; and the degree 
of success experienced through employing whatever cognitive resources he 
has available* 

The central question addressed in Sanders, Zigler and Butterf ield 1 s 
investigation (1988) was whether the outerdirectedness of retardates 
found on simple' imitation and object assembly tasks also manifested 
Itself in a standard discrimination learning situation* The finding 
that the retardates 1 outerdirectedness Influences their performance on 
a simple three choice size discrimination would indicate that this style 
of problem- solving is Jiot a task-specific problem-solving style but a 
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more pervasive phenomenon. High and low distractibie retardates of mixed 
etiology and normals of comparable MA learned a three choice si^e dis- 
crimination with and without an additional cue. For half the subjects 
in the cue condition, the cue always indicated the correct stimulus, the 
positive condition; and for the other half the cue indicated an incorrect 
stimulus, the negative condition, The cue conditions were either the 
examiner's finger or a light, The primary hypothesis that retardates 
would manifest a more outerdirected style of learning was confirmed in 
the negative cue conditions only. The retardates relied upon the nega- 
tive cue even though it led to errors whereas the normals did not, 

Results did not support the subsidiary hypothesis that the finger 
cue would evoke more outerdirectedness than the light cue and that outer- 
directedness would be found more commonly in the distractibie than the 
nondistractibie retardates, Sanders, Zigler and Butterfield (1968) con- 
cluded that the failure to find differences associated with the type of 
cue might have been due to the extreme potency of both cues "which would 
mask any differential effectiveness , H Perhaps also the disembodied fin- 
ger was not sufficiently human to be perceived as such. Since only one 
cue was presented to each subject, the suthors posit that presenting the 
two types of cues simultaneously would enable the subject to demonstrate 
a preference between them. 

The failure to find differences between high and low distractibie 
retardates, Sanders, Zigler and Butterfield (1968) viewed as indicating 
that distractibility is not related to outerdirectedness. However, the 
procedures employed in the study may not provide a sensitive test of the 
distractibility hypothesis* The validity of the distractibility ratings 



10 



9 



employed is questionable* Attendants were employed to rata the cottages 
and it was noted that analysis of the distributions of ratings from dif- 
ferent cottages indicated that attendants in each cottage used their own 
group of children, rather than children in general, as their reference 
group # thereby introducing selection biases into the sample. Children 
are often assigned to cottages according to specific characteristics! as 
IQ a which could be related to distractibility thus rendering the ratings 
employed by Sanders* Zigler and Butterfield (1968) imprecise and question 
able. 

Finally, the finding of greater outerdirectedness among nonf amilials 
may be consistent with the outerdirectedness position and emphasizes the 
importance of attending more to the discrepancy between societal demands 
and intellectual capacity alone when looking at the behavior or retar- 
dates, 

Drawing from Sanders, Zigler and Butterfield 1 s (1968) finding that 
children responded equally to the light and finger cue^ Achenbach and 
Zigler (1968) proposed a distinction between the two degrees of reliance 
upon situational cues in problem- solving. The distinction was formulated 
in terms of two contrasting learning strategies: 1) a cue-learning 
strategy involving heavy reliance upon situational cues and 2) the 
problem-learning strategy involving M active attempts to educe abstract 
relationships among problem element* 11 Uiing both an instititionalized 
and nonlnstitutionalized retarded and normal sample, Achenbach and Zig- 
ler (1968) demonstrated in experiment one that retardates could learn a 
three choice relative-size iserimination as quickly as normals of the 
same MA* Results indicated that retardates relied more on the more 
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obvious, but somewhat misleading, cues than did normals, Noninstitutiona- 
liied retardates relied on the cue significantly longer than institutiona- 
lized retardates which supported Green and Zigler 's (1962) position re- 
garding the hypothesized history of extensive failure experienced by non- 
institutionalized retardates, 

The second experiment demonstrated that reliance on the cue by re* 
tardates involves an inhibition of learning rather than caution in re- 
sponding. They had subjects do the sticker imitation task, but allowed 
for a more differentiated scoring that was employed by Turnure and Zigler, 
An overall comparison showed that the imitation scores for retardates 
were not significantly greater than thoie for the normals, However, 
when imitation was reseored by the Turnure-Zigler method the difference 
became significant, This^suggests that retardates imitate in a "gross 
ali-©r-none H manner more than do normals, who tend to be influenced more 
subtly by the adult model, Further analysis of the data revealed that 
one special class of sixteen retardates performed better than normals, 
Although the results were not significant, Achenbaeh and Zigler (1968) 
stated that the particular teachc s methods demonstrate that ''persistent 
success experiences and reinforcement for independent thought could lead 
retardates to give up reliance on the cue as quickly as normals of the 
same MA. !i The teacher's reported methods focused on long- term manipula- 
tion of the same variables considered important in the study* The fail a 
of the success/failure manipulations in experiment two to produce a signi- 
ficant effect of cue learning could be attributable either to the fact 
that the learning strategies were so set as to remain virtually unaffected 
by the short term experiences $ or that the manipulations were too weak to 
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produce the hypothesized effect. 

Finally, In a third experiment, Achenbach and Zlgler (1968) found a 
significant correlation between imltativeness and cue learning in retar- 
dates but not in normals. The lack of a significant correlation might 
indicate that the construct, outerdirectedness, is not as valid for nor- 
mals such as those included in the study. 

Turnure (1970 and 1971) found that the non-orienting behavior evi- 
denced in retardates reflected an information seeking strategy rather 
than a short attention span or distractibility. In Study I Turnure (1971) 
compared the glancing behavior of young and old retardates with normal 
children, somm whom had similar MA's, others who were rough MA matches 
for the young retardates. The retardates were mainly familial, but each 
group had one emotionally disturbed child and one Down's Syndrome child, 
These subjects 1 behavior were reported indistinguishable from the others 
in the test situation* The apparatus was a light*proof booth which 
housed the response recording equipment, the projector used to present 
the learning problem stimuli and the observers who would closely observe 
the subjects through a one-way mirror. In the control condition, the 
mirror was covered with a white screen which eliminated reflection but 
still allowed observation, The task presented was an oddity problem in 
which the subjects picked the odd object in order to be reinforced by a 
red reward light. Unlike Eigler and Turnure (1964) a glance was recorded, 
each time the subject's eyes left the stimulus panel, Turnure 1 s compari- 
son groups found retardates less inattentive and dlstractible than pre* 
vious research has suggested (Cruse, 1961), However, Turnure noted that 
before concluding that the retarded are not distractible, further con- 
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sideratlon would be given to the task difficulty and the specific situa- 
tion in which the task is administered, The total time glancing scores 
showed that younger subjects spent more time in nontask orientation than 
did older subjects; and that the normal subjects spent more time glancing 
in the mirror condition while the retardate glanced longer in the control 
condition. Significantly, Turnure did obtain reliability ratings of 
observations by using a second observer intermittently throughout the 
study* Correlations of .94 and ,92 were obtained for inter-rater agree- 
ment on the number of glances observed and the time of the glances, re- 
spectively, An analysis of the number of glances of the eight MA com- 
parison groups over the five minutes showed that younger subjects glanced 
significantly more often than older subjects; and that the mirror con- 
dition subjects glanced significantly more often than controls; and 
interestingly* the normal subjects glanced more than the retardates, 
although none of the interactions approached statistical significance, 
The total time glancing scores showed that younger subjects spent more 
time in non-task orientation than did older subjects; and that the normal 
subjects spent more time glancing in the mirror condition; while the re- 
tardates glanced longer in the control condition, In general, most of the 
subjects, even if young or mentally retarded, were non-task oriented for 
only a.small percentage of the total time, The group with the highest 
glancing scores was the four and one-half year old normals-mirror group, 
where the subjects spent almost one minute out of five glancing, Turnure 
(1971) found that, in situations where normal and retardates of the same 
CA are given an age- appropriate task or assignment to perform, the normal 
children apparently could orient themselves to the task, with only occa- 
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atonal brief glances away, until it was solved or completed, The retar- 
dates, however 9 would not direct themselves toward the task to the same 
degree, thereby evidencing more prolonged non-task orientation* Turnure 
(1970) states, "the assignment of a task that is appropriate for the nor- 
mal child and so is inappropriate for the same CA retarded child brings 
into question the logic of concluding that the retarded child is atten- 
tively deficient* unless it can be demonstrated that the normal child 
will attend as diligently to a task which is an inappropriate for his MA 
as the original task was for the retarded, 11 (Turnure, 1970), , 

In Turnure' s (1970) study, however* the above findings appear to be 
biased against the normals through inclusion of post-criterion glances* 
Glancing up and around the room seems a natural behavior after one has 
completed a task. However* Turnure noted that an analysis of pre- 
criterion time glancing scores resulted in retardates glancing scores 
being three times that of the normal subjects in both the mirror and the 
screened mirror condition* 

The results of this study and others (Ellis* Hawkins and Fryer* 1963; 
Baumeister and Ellis* 1963; %md Sen and Clarke, 1968) did not support the 
distractible description of retarded children, However, it should be 
noted that this study was concerned with overt, observable, orienting 
responses, only one aspect of attending, and should not therefore be 
generalized to include all aspects of attending such as those discussed 
by House and Zeaman (1963). Further, in discussing the nature of dis- 
tractors, Turnure (1970a) noted that stimuli, whether social or physical, 
cannot be considered homogeneous in their salience or potency as dis- 
tractors, The age of the child and nature of the distractors are merely 
two conditions limiting generalisation, 
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In Study II Turnure (1970b) investigated the extent to which non- 
orientation toward a task is influenced by the presence of an adult 
examiner, Also, two conditions were employed to determine if glancing 
toward the experimenter was simply for purposes of social interaction 
or other task irrelevant purposes, or whether these glances represented 
information seeking behavior, A relevant-cue condition was presented 
in which the experimenter engaged in behaviors which would help the sub- 
ject on the task, while similar behaviors in a Irrelevant-cue condition 
would not be helpful to the subject. The finding that the subjects 
showed marked increases in glancing over Study I is confounded by sampling 
biases in that subjects from Study I were used as subjects. Therefore, 
the generalization that the adult experimenter was a highly attractive 
stimuli is questionable since it is possible that the greater glancing 
behavior evidenced was influenced by prior experience in Study I. 

Turnure and Zigler (1964) devised a third study using naive subjects 
and again found greater glancing behavior and superior learning under the 
relevant cue condition as compared to the irrelevant cue condition, How- 
ever, the final sample was very small thus making statistical comparisons 
and general conclusions limited due to unknown sampling errors. Turnure 
and Zigler concluded that comparison of results in Studies I and II indi- 
cated that the greater glancing of the repeated subjects in Study II was 
due to the failure they experienced in Study I, since failure has been 
shown to induce greater outerdlrectedness in the retarded, 

Turnure and tarsan (1971) did a study which considered these possible 
confounding variables. They further criticized the third study with the 
naive subjects for its small sample and for the non-inclusion of a con- 
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trast condition in which subjects would perform without an experimenter 
present. Since such a control was not employed It is impossible to make 
direct comparisons of subjects 1 behavior with and without an adult pre- 
sent, Turnure and Larsen 1 s study sought to clarify the relationship be- 
tween learning and glancing and the presence or absence of the expari* 
manter and in addition, to the differential effects of having the experi- 
menter giving or not giving cues* Finally! possible sex differenoea In 
learning or glancing under the experimental conditions was investigated 

i 

for the first time* The three experimental conditions weret I) experi- 
menter not present, 2) experimenter present and providing relevant cues 
and 3) experimenter present and providing Irrelevant cues. The results 
were consistent with previous findings (Turnure, 1971), and by the in- 
clusion of a contrast control condition, substantiated the data and con- 
clusions of previous research* Sex differences were found which indi- 
cated that mentally retarded girls might not be as outerdirected as men- 
tally retarded boys, Learning data revealed significant treatment effects 
only for boys, However, Turnure and Larsen (1971) suggested that the re- 
sults for the girls may be situation specific in some way* They cited 
subjective Impressions of the adult examiner which indicated certain 
differences In the general behavior of the male and female subjects. 
The examiner noted that male subjects showed ::_ ''extreme and active 
Interest In the experimenter (an adult male) while girls were more sedate 
and withdrawn," The effects of this difference in pre-experimental Inter- 
action behaviors might have carried over into the experimental situation, 
Turnure and Larsen interpreted this condition In terms of social depri- 
vation theory since all teachers of the subjects were women* They cited 
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a need for a sex of subject x sex of examiner % sex of teacher study to 
further clarify this relationship* 

Performance was better in the relevant cue condition than in the 
irrelevant cue condition for both sexes* The finding that subjects in 
the irrelevant cue condition performed no poorer than subjects in the 
experimenter not present condition suggests that the retarded children 
in the study were not grossly diatraetible* 

Results of the glancing data confirmed the hypothesis that subjects 
would show greater non-task orienting in the experimenter present^ condi- 
tion than in the experimenter not present condition* This non-task be- 
havior is evidence of an information seeking strategy rather than any 
heightened distractibility. Results of the reversal trials also con- 
firmed these findings and further revealed a significant positive cor- 
relation in the relevant cue condition and a significant negative cor- 
relation in the irrelevant cue condition thereby substantiating the 
outerdirected hypothesis, by providing data on the relationship of 
glancing and learning. 

Yando and Zigler (1971) found several inconsistencies with regard 
to the genesis of the outerdirected style of problem- solving* They 
fcund in two studies (Achenbach and Zigler, 1968; Turnure and Zigler, 
1964) differences were reported in ©uterdirectedneas between two groups 
of normal and familial retardates, yet in Sanders, Zigler and Butter- 
field's (1968) study differences were found between groups of normals 
aid organic retardates but not between groups of normals and familial 
retardates. Sanders, Zigler and Butterfield (1968) concluded that 
"parental expectancies result in phenomenologically more failure in the 
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organic than In the familial retarded and, therefore, lead to greater 
auterdirectedness in the organic group," Turnure and Zigler (1964) and 
Green and Zigler (1982) suggested that an outerdireeted style of learning 
la not simply a direct product of low intelligence, but it arises because 
of an inability, due to low IQ, to meet the demands of parents and society. 
They stated that it is well documented that oor^f miliar retardates come 
from typically more middle class backgrounds than do famllials, who 
generally coma from more deprived and lower class homes* They posited 
that ther^ is a greater discrepancy between the non-farailial's parents 1 
expectations md his ability to meet their expectations than for the 
famllials, The greater ©uterdireetedness evidenced among nen-familials 
"suggest the importance of attending more to the discrepancy between 
social demands and intellectual capacity than intellectual capacity alone," 
(Turnure and Zigler, 1964). Yand© and Zigler (1971) criticized the Sanders, 
Zigler aid Butterfield (1968) study for failing to employ etiology as a 
dimension in their design. Their groups of organic and familial retardates 
were not equated on MA or IQ, Consequently, Sanders, Zigler, and Butter- 
field 1 s (1968) finding might be the result of comparing lower IQ and lower 
MA organic children and higher IQ and higher MA familial children with a 
group of normal children whose MA falls between the two groups of retardates 
Another point Yand© and Zigler (1971) sought to clarify in their study 
concerned the salience of different classes of external cues, Turnure sad 
Zigler* s (1964) study concluded that young children first employ cues pro- 
vided by adults and peers, and that children who continue to rely heavily 
on external cues, those who have met success in employing this strategy, 
eventually generalize to a wide variety of cues in problem- solving situa* 
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tiona* Citing Sanders, Zlgler and Butterfield* s (1968) finding of no 
differential sensitivity between human and nonhuman cues among outer* 
directed subjects, and Achenbach and Zlgler's (1968) failure to verify 
that there is less dependence on external cues at higher than at lower 
cognitive levels, Yando and Eigler (1971) focused their study on whether 
human cues possess greater salience than nonhuman cues* 

Eight groups of twenty-* four children, institutionalized and non- 
institutionalised familial and organic retardates and younger normal 
children were given a three choice discrimination learning task in which 
a light cued one of two incorrect stimuli and a sticker imitation task 
used by Turnure and Eigler (1964) in which the subject could! imitate 
designs made by an adult or presented by a machine. Results indicated 
that all four retarded groups compared to the four normal groups were 
more outerdirected as measured by selection of more erroneously cued 
stimuli and imitating more often on the sticker game. Furthermore, 
retarded subjects were found to select persistently the incorrect cued 
stimulus even though their responses were not reinforced* This indi- 
cated that outerdireetedness reflects a learning strategy versus an 
inherent inability to learn, since retardates learned as well as non- 
retardates in the control condition where no cue was presented* 

Support for the general developmental aspect of the outerdirected 
construct was found in the imitation data* Younger normal children 
imitated significantly mora than older normal children* An interesting 
finding was that with the exception of the CA normals, the subjects 
exhibited more nonhuman than human imitation. It may be that this was 
not a valid test of the human-hotihuman cue hypothesis since Yando and 
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ZIgler (1971) found that more institutionalized nonretardates than 
noninstitutionaliged nonretardates made more noncued than cued errors. 
Retarded subjects did not evidence this. The finding that the institu- 
tionalized younger nonretardates imitated less than the noninstitution- 
alized nonretardates may be related to Zlgler's discussion of the nega- 
tive reaction tendency (ZIgler, 1961), He concluded that the early 
negative life experiences of the nonretarded institutionalized children 
resulted in a wariness in reacting to erroneous cues given by adults, 
Yand© and ZIgler (1971) concluded that the failure to find this attenuated 
imitation in the institutionalised as compared to the noninstitutionaiiied 
older nonretarded subjects may be due to overall general tendency not to 
Imitate found in the older children* 

Like Sanders, ZIgler and Butterfield (1968), Yand© and Zigier (1971) 
found the performance of noninstitutionaliied organics was more outer- 
directed than that of institutionalized famillals was less outerdirected 
than institutionalised famillals. It appears that the noninstitution* 
alized organically retarded child faces greater societal and parental 
demands, and consequently encounters more failure which results in a 
more outerdirectedness than his counterpart in as institutionalized 
setting which is adjusted to his lowered intellectual development, 

The performance of the institutionalized and noninstitutionalised 
organics supported Turnure and ZIgler* s (1964) finding that the observed 
distractibility in retardates reflected a problem* solving strategy 
rather than an inherent cognitive characteristic, 

Yando and ZIgler f s data (1971) failed to confirm Achenbach and 
Zigier 1 s finding (1968) that noninstitutionailzed familials were more 
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outerdirected Chan institutionalized familials, importantly, differences 
in the Yando and Zigler study approached significance. Caution is indi- 
cated, however, in generalizing from these findings and in comparing 
these two studies since particular institutional settings vary and are 
not comparable. Also, neither article described in detail the nature of 
the particular institutions in which the subjects resided so that gener- 
alisations of findings can be made to subjects in similar environments. 
Another point of variability in the two studies concerns the age of the 
subjects. The institutionalized familials in the Achenbach and Zigler 
(1963) study were older than the noninstitutionalized familials and both 
the Institutionalized and noninstitutionalized familial groups in this 
study were older than the familials used by Yando and Zigler. A develop* 
mental phenomena might therefore, explain the differences in findings* 
Also, there are procedural differences in the two studies. Yando and 
Zigler (1971) necessarily paired responding to the cue with an incorrect 
response while Achenbach and Zigler (1968) reinforced responding to the 
cue with a correct responses Comparisons between the two studies is 
difficult since their findings may be due to procedural differences. 
Anxiety 

The investigation of state-anxiety as a transitory emotional state 
that can vary in intensity and fluctuates over time is based on Freud's 
original conception and formalization of it (1936) and as a part of 
psychoanalytic theory. He described the three criteria of an anxious 
reaction as being 1) it Is unpleasant, 2) there are physiological con- 
comitants and 3) there is an awareness that anxiety is a conscious 
experience including dread, fear, worry and their physiological concomi- 
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tants (Sarason, Davidson, Lighthall & Waits, 1958), The presence of the 
reaction is conceived to be a conscious danger signal associated, not only 
with external danger but also with unconscious contents and motives de- 
veloped from the relationships between present ana past experiences of 
the individual* The development of anxiety takes place in the family 
setting from the earliest years of life according t& psychoanalytic theory 
(Gaudry & Spielberger, 1972)* Gaudry and Spielberger describe the emer- 
gence of anxiety as being a result of constant evaluation of the child 
by parents in a wide variety of settings, Adverse evaluation by parents 
who were depended upon by the child for approeval, direction and support, 
would create hostility which could not be expressed. Investigation into 
present situations may reveal a connection between a present danger and 
unconscious processes from previously unresolved conflicts. 

The focus on the evaluative nature of the original antecedent of 
state- anxiety restricts the situation in which it will occur, Phillips 
describes state- anxiety as being focused ©n a specific class of situa- 
tions, for example, test or test-like situations in school. Such a 
situation became the direction of study of Sarason (1958) and the Text 
Anxiety Scale for Children was developed as a result, Sarason (1958) 
concluded that fear of school failure was one of the most common worries 
or fears among children and that the discernment of this anxiety would 
have very practical and clinical value in school, Since failure or 
success is usually the result of having been tested or evaluated in some 
manner, Sarason focused his investigation on this situation. In addition* 
Sarason describes the test situation as frequently working the anxious 
response at a strength which would allow evaluations of theoretical con- 
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captions about significances of anxiety in the organization and develop- 
ment of personality. He concludes his justification for the study of test 
anxiety by saying that if test anxiety is an important and frequent re- 
sponse to the test situation, then there is a need for a methodology for 
its assessment which would have relevance for the general problem of the 
nature and effects of test-taking attitudes and reactions. 

According to psychoanalytic theory (Sarason, I960), anxiety evolves 
from a reaction that occurs automatically to a dangerous or painful situa- 
tion which is already present to a reaction which occurs before the be- 
ginning of the painful stimulation. It becomes a signaling device which 
warns the organism and enables it to take preventive measures to avoid 
the experience of pain. The organism learns to react to the danger sig- 
nals which are both constitutionally and environmentally determined^ in 
ways that may be flexible or rigid, Sarason describes these early-learned 
reactions as being the basic determinants of personality and character in 
later life. If the defense processes are flexible a they will probably be 
adaptive in most situations, If, however, they are rigid, they may be 
maladaptive and may interfere with adaptive functioning (Sarason, 1960), 
Phillips (1966) also describes two basic styles of coping with anxiety- 
producing situations. The approach oriented response is more reactive to 
the initial experiences of a threatening situation and shows greater 
adaptation to subsequent experiences in the threatening situation than the 
avoidance oriented response. Ruebush (1963) describes mother response to 
anxiety as defensiveness. Defensiveness is a result of unconscious 
anxiety which enables the highly defensive person to experience anxiety 
only occasionally, and then only when he is in an especially threatening 
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threatening situation and his defenses are inadequate or break down and 
expose him to conflicts. 

Phillips (1966) applies the psychoanalytic explanation for the de- 
velopment of anxiety to the school setting. He describes the child who 
experiences anxiety in school situations in which he is evaluated by 
teacher, peers and parents (either explicitly, as in test situations, or 
implicitly, as in peer relations), as reacting with hostility to the 
evaluator wh© he believes will judge him* As described before, the hos- 
tility clashes with the depending needs aid is thus not openly expressed 
but is* instead, turned inward against the self in the form of self- 
derogatory attitude, although it may be directed toward others, This 
strengthens the expectations of failure and his desire to escape such, 
school situations. The basis for the hostility, therefore, is the com- 
parison of the failure to meet parental expectations to the school setting 
where the teacher fulfills essentially the same role as a parent, Sarason 
(I960) eoncurs with this explanation by saying that once the anxious re- 
action becomes a distinctive aspect of the child's personality it can be 
transferred from the interpersonal situation in which it was reinforced 
to other situations and relationships. This discounts the hypothesis 
that text anxiety would be found in many children from backgrounds where 
intellectual and academic achievement is not stressed but who are placed 
in situations where these values are important. 

Gaudry and Spielberger (1971) describe quite thoroughly basic person- 
ality correlates of anxiety or coping or defensive styles of handling 
anxiety. They describe anxious children as developing self-derogatory 
attitudes which lead to over-concern with bodily adequacy. They summarize 
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Sarason at al.'s findings about high- anxious children by saying that they 
tend to blame themselves for their failures, to be dependent on others 
and to have difficulty expressing hostility in an appropriate manner* 
Hill and Sarason (1966) confirmed earlier findings by Lighthall (1961 , 
1963) that a child with high anxiety admitted to universal worry as well 
as to hostility, feelings of inadequacy and negative effect in general, 
Studies investigating ways to express anger and hostility (Penney, 1965) 
concluded that anxious children are less prone to explore unknown and 
unfamiliar situations* Penney extrapolates further and suggests that this 
child would prefer a stable, well-defined school routine, not one with a 
great deal of change or where children are given a great deal of freedom. 
Behaviors exhibited by subjects have been identified by objective trained 
observers as being typical of anxiety reactions, Sarason et al, (1958) 
observed high and low anxious children for one hour and concluded that 
high anxious children, especially the boys, were less secure, less task- 
oriented and less academically oriented than the low anxiety subjects* 
A follow-up study of Davidson and Sarason (1961) reaffirmed the previous 
findings and included such behaviors as hiding emotions, difficulty in 
communications, submlssiveness, caution, lack of ambition, underactivity, 
under achievement, lack of attention and lack of responsibility, 

The affects of anxiety upon performance and relationship of task 
complexity, instructions, and worth have been of great interest to in- 
vestigators of test anxiety. Paul & Eriksen (1964) investigated the 
effects of telling the subjects the purpose and value of the test they 
were taking. They concluded that high- anxious students did better on 
examinations given under the non-stressful condition and the low- anxious 
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students did batter under the more stressful condition. Gaudry and Bradshaw 
(1970) also found significant interaction between anxiety and examination 
procedures supporting a tentative condlusion that reducing the testlike 
characteristics of examination situations will facilitate the performance 
of high- anxious students. 

Lunneborg (1964) investigated the possibility of a correlation between 
various measures of classroom performance and anxiety level* Using the re- 
sults of their anxiety scales, the TASC, the Children's Manifest Anxiety 
Scale and the General Anxiety Scale for Children and reading and arithme- 
tic achievement scores, he obtained significant negative correlations of 
-.18 and -.32. Sarason et al. (i960) substantiated these findings that 
correlations between anxiety level and achievement are negative and tend 
to become higher with each grade. Frost (1968) also concurs with a study 
correlating scores from a "School Anxiety 11 scale and a "General Anxiety" 
scale with four performance measures: Vocabulary, Reading Comprehensions 
Mechanical Arithmetic, and Problem Arithmetic. 

Of additional interest is whether the effects of anxiety have 4,ong 
term consequences reflected in school performance. Hill and Sarason 
(1966) found a clear relationship between change in anxiety level and 
several measures of achievement during the elementary school years. Most 
significant was the increase in performance of those children who dropped 
from high levels of anxiety to a lower level over those who increased in 
anxiety level from low to high. In addition. Keys & Whiteside (1930) re- 
vealed the finding that those children characterized as anxious tended to 
average more than one year retarded in age-grade standing, and nearly two 
years lower in mental and educational age* Sarason (I960), however, cau* 
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tions against generalization of these previous results because of the com- 
plexity of the relation between test anxiety and achievement and that there 
is a greater need to consider the possibility that test anxiety will have 
different effects in different kinds of situations. 

Sarason (I960) has two hypotheses about the relation between test 
anxiety and intellectual performance. First a he conjectures that when the 
test anxious child has to function independently in a problem-solving 
situation his performance will be affected adversely* His second hypothe- 
sis is that when the problem- solving situation is structured to allow the 
strong dependency needs of the test anxious subject to be satisfied, his 
performance will not show the adverse effects of anxiety. He describes 
the basis for these hypotheses as the assumption that the reaction of 
anxiety in a problem-solving situation prevents awareness and responsive^ 
ness to the external task. However! according to Sarason, there are no 
data to evaluate and test these hypotheses* The majority of studies that 
investigate this relationship, however, have shown that anxiety can inter- 
fere with intelligence. Studies by Granieh (1955) and Kent and Davis 
(1957) show evidence of the specific nature of the interference in that 
they show that uix uy is particularly interfering in tasks such as block 
design, reprodu* -ion of designs from memory, and the Performance subtests 
of the Wechsler intelligence Scale for Children* Lightfoot (1951) also 
reported that ter anxiety can impair intelligence test performance but of 
boys, not girls* *ontag et al* (1955) concurs but also provides evidence 
of the fact that anxiety has long-range effects and that certain systematic 
and dynamic personality factors underlie the development of the anxiety. 

Further investigation into the relationship between anxiety and intelli 
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gence has encouraged studies of anxiety and mentally retarded subjects. 
Tymehuch (1972) suggested that anxiety, as a situational tendency mani- 
fested when the child feels threatened, is a prevalent personality 
characteristic of the IMR child from an impoverished background* As a 
result of limited language models (Deutseh, 1965) arid lowered levels of 
parental motivation and expectations for success (Rosen, 1956, 1959), this 
child may not be adequately prepared to compete with his middle-class peers 
especially in testing or evaluative situations which are too incongruous to 
his previous experiences* As a result, the child experiences a high degree 
of anxiety* Studies by Cochran & Cleland (1963), Feldhusen & Klaumeier 
(1962), Handler & Sarason (1952), and Reger (1964) support this conclusion 
with their evidence that low EES groups score significantly higher on 
manifest anxiety and avoidance scales than do the high SES group and that 
this anxiety results in poor test and scholastic performance* The find- 
ings of McCandless and Castenada (1956) and Hafner 4 Kaplan (1959), also 
suggest that anxiety is debilitating among populations that include sub- 
jects who are likely to be threatened by intelligence tests as a result of 
a lack of f aniliarization with the testing situation. 

The Test Anxiety Scale for Children consists of items concerned with 
attitudes toward and experiences in test and test-like situations. Sara- 
son et al 4 (1958) report a test-re- test reliability at 2 months at ,71 and 
split-half reliability at *79 and *886, The scores increase significantly 
with grade but the increase is not regular or steady* Silvers tain et al, 
report the use of the TASC with the mentally retarded with scores being 
negatively related to intellectual performance. Retarded children score 
higher than normal children but institutionalized and non- institutional! zed 



29 



28 

did not differ on the TASC. Silvers tain identified four factors in the 
TASC : Test anxiety, general school anxiety, recitation anxiety and 
physiological arousal. For retardates, the factor structure is more 
complex with the order being general school anxiety, recitational anxiety, 
test anxiety and one unidentified factor* 

RATIONALE 

Substantial evidence may be interpreted to suggest that educable 
mentally retarded children who encounter excessive failure have a problem* 
solving style characterized by a reliance on concrete situational cues. 
The substitution of environmental cues for the individual's own cognitive 
resources has been referred to as outerdirectednesa (Turnure & Zigler, 
1964), The degree of outerdirectednesa is thought to depend on two 
factors! the level of cognition attained by the child, or mental age (MA) 
and the degree of success experienced through employing whatever cognitive 
resources a child has available (Turnure & Zigler* 1964), With the in- 
crease of greater cognitive resources and increased successful 5 experiences, 
the child should become more inner directed since such cognitive develop* 
ment and motivating experiences frees the child from his dependence on 
external cues. However, the current evidence on the role of the MA 
(Achenbach & Zigler, 1968; Massari & Mansfield, 1973) is inconclusive but 
the role of failure has been well documented (Green & Zigler, 1962; Turnure, 
1970(a); 1970(b); 1970(c)), 

The role of failure as manifested by outerdirectedness and its rela- 
tionship to the level of anxiety experienced by the educable mentally re- 
tarded child provides the central question to be investigated in the pre- 
sent study, In comparison with normals of middle socio-economic status, 
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the EMR child, particularly of low socio-economic status, experiences 
more anxiety during threatening situations (Tymchuch, 1972). Silver- 
stein (1964) also reports that anxiety has a negative relationship with 
intelligence and, in particular, that retarded children score higher on 
anxiety measures than normal children, The nature of the retarded child 1 s 
anxiety and how it interferes with academic performance remains unclear, 
however* An important component of the retarded child 1 i history of 
failure may be his anxiety level. As a means of investigating this 
question, this study focused on whether increased anxiety increases 
the child's tendency to attend to environmental cues rather than to the 
task and, therefore, encourages the child to become outerdirected in his 
style of problem- solving, 

IffiTBDD 

Subjects 

Ninety-five male subjects from intermediate classes for the Educable 
Mentally Retarded were selected from seven public school districts in the 
Southern California area. The children ranged in age from nine years 
zero months to ten years six months and were from school districts serving 
primarily lower-middle class families, No children were used who dis- 
played any gross motor, perceptual, or sensory impairments* All children 
had been enrolled in a special class for Elm children for at least one 
academic year prior to the beginning of testing. Since a variety of 
intelligence tests had been used by the various school districts to de- 
termine each subject's IQ $ enrollment in the special class for one year 
was decided upon as testing criteria for inclusion In the study. All 
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Insert Table 1 about here 



subjects were administered the Test Anxiety Scale for Children , The 
number of questions answered yes were totaled for each subject. All 
subjects were then given the PUZZLE TASK after Turnure & Zigler (1964) 
as a measure of ouEerdirectedness. Those subjects in the upper one- 
third of the anxiety scale rankings and those in the lower one-third were 
randomly assigned to success, failure and control groups in order to 
measure the degree of outerdirectedness exhibitea after interpolated 
success and failure treatments, The TASC was then re- adminia tared to all 
subjects, A 2 x 3 factorial experiment with six subjects in each cell 
yielded 36 subjects for the measures of outerdirectedness. 
Procedures 

All subjects were taken individually to a room containing a table 
and three chairs, Two experimenters were used who were unaware ©f the 
hypotheses being tested. The TASC was read to the subject and he was 
asked to answer yes or no, The experimenter recorded the answers, The 
number answered yes was totaled for each subject. The subjects were 
then given the PUZZLE TASK, It consisted of two puzzles (adapted from 
the horse and elephant from the WISC Object Assembly test), The experi- 
menter explained, "Here are some pieces of a puzzle. When you put them 
together they will make something you know, I want you to put them to* 
gather as quickly as you can. While you are putting your together, I 
will put one together too, My questions? Okay, here's your puzzle. 
Begin, " As soon as the subject began working the other experimenter 
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started the stop watch. While the subject assembled the first puzzle the 
experimenter assembled the other puzzle* The experimenter left the com* 
pleted puzzle in view for ten seconds , then disassembled it and left it 
in view for thirty seconds. If the subject had not completed the first 
puzzle, the experimenter repeated the cycle with the puzzle. Upon com- 
pletion of his puzzle or the end of three minutes, the experimenter 
covered his puzzle and recorded the subject's score. 

The subject was then given the first experimenter's puzzle to assemble 
and was told, "Here is mother puzzle to put together as quickly as you 
can. Do it as fas as you can. Any questions?" During both sessions with 
the puzzles, an experimenter recorded the time of completion and glances 
of the subject. Glancing scores were recorded by tabulating the frequency 
of glances at the experimenter or experimenter's puzzle, 

Two weeks later, the second part of the study was conducted, Those 
subjects in the upper and lower one-third of the anxiety scale were given 
the interpolated success and failure treatment, 

Interpolated Success , Three pictures (a duck, a sailboat, rod an 
airplane) were divided into three pieces which were found to be easily 
recognized and easily assembled for children of this age. Under the 
success condition, the experimenter allowed the subject to complete the 
assembly of the puzzle and then clicked the stop watch, The experimenter 
removed the puzzle and said, "That was very good, You're good at putting 
puzzles together," The second puzzle was then given to the subject and 
he was allowed to finish it, whereupon the examiner said, "You did very 
well on this puzzle also p could you put another one together for me?" 
When the third puzzle was finished, the child was told, "You put this 
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puzzle together better than anyone I have asked, You're very good at 
this, 11 

Interpolated Failure , Those subjects selected to receive the 
failure treatment were not allowed to complete any of the three puzzles, 
Puzzles with this group were divided into 20 pieces, thus providing 
greater feelings of failure since it was impossible for them to be 
assembled in one minute by children of this age* After the subject was 
stopped on the first puzzle the exminer said, "You did not finish the 
puzzle. You should have been able to finish it before the time was up, 
Since you didn't finish, I'll give you another puzzle," When the child 
was stopped again, he was told, "Well, I see you did not finish it before 
the time was up* You didn't finish this one either," Finally, the third 
puzzle was given to the child and again the child was stopped prior r 
completing the puzzle and told, "You did not do very well on these puzzle 
You must not be very good at putting puzzles together. All the other 
children I asked to put these together did them correctly before the time 
was up," 

Dependent Measures , Following the administration of success or 
failure tasks, each subject was then given two tasksi PUZZLE TASKS after 
Turnure and Zigler (1964), 

The puzzle task consisted of two puzzles (adapted from the man and 
apple from the WISC Object Assembly), The experimenter explained, "Here 
are some pieces of a puzzle. When you put them together they will make 
something you know, I wmt you to put them together as quickly as you 
can. While you are putting yours together, I will put one together, too. 
But you put yours together as fast as you can, Any questions* Okay, 
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here's your puzzle* Begin, f! 

As loon as the subject began working the other experimenter started 
the stopwatch. While the subject assembled the first puzzle the expert* 
menter assembled mother puzzle. The experimenter left the completed 
puzzle in view of the subject for ten seconds. If the subject had not 
completed the first puzzle, the experimenter repeated the cycle with the 
puzzle* Time required to complete the puzzle correctly and glancing 
scores were recorded by the second experimenter, The subject was then 
given the experir^enter ! s puzzle to assemble and was told f "Here is 
another puzzle to put together as quickly as you can. Any questions? 
Begin," Time and glancing scores were again recorded. 

Those subjects in the control group were given the puzzles to com- 
plete but were not given the instructions of either the success or failure 
group, 

At completion the TASC was given again to each subject. Following 
the completion of the testlng i ail subjects were debriefed and told that 
the interpolated success and failure were not a true reflection of their 
performance on the puzzles, 

RESULTS 

Product moment coefficients of correlation computed to examine rela- 
tionships between anxiety and measures of outerdlrectedness and relation-* 
ships between the glancing and time scores are reported in Table 2, The 
number of yes responses from the first administration of the TASC failed 

Insert Table 2 about here 
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to have a significant relationship with either the glancing scores or the 
time required to complete the puzzle* However, the number of glances and 
seconds to completion correlated significantly at the ,001 level* Exsmi- 
nation of these values of r suggests that the child who glanced more 
often took longer to complete the task* The hypothesized correlation be* 
tween anxiety scores and measures of outerdirectedness was not supported* 

Each dependent measure was analyzed separately in order to evaluate 
differences due to anxiety levels and treatment and the interaction there- 
of* Data for the first measure, glancing, was subjected to a two*faetor 
analysis of variance* The second measure, time spent on puzzles was sub-* 
jected to a three-factor analysis of variance with repeated measures on 
the third factor, puzzles. The third measure, anxiety scores, was sub- 
jected to a two- factor analysis of covariance with the first anxiety 
scores as the eovariate, The *Q5 level of significance was adopted for 
all statistical tests. 

The hypothesized effect of high anxiety and interpolated failure re- 
sulting in increased reliance on environmental cues was not supported by 
the first dependent measure, glancing. Neither main effect was signifi- 
cant (F = ,0808 and *7767 for main effects of anxiety and treatments, 
respectively), nor were any significant trends among the groups identified. 

Insert Table 3 about here 

The hypothesized effect of anxiety treatment conditions, and puzzles 
averaged across the two puizles, however, was partially supported, The 
effect of anxiety levels failed to reach statistical significance but a 
significant effect for treatments was found (time, F ^ 4*6083, df * 2, 
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p <.01). The main effect of puzzles also failed to reach significance as 
did aiy interaction mong the factors* With respect to the main effect 
of treatments % those subjects in the control condition were found to have 
taken the greatest amount of time to complete the puzzles and that sub* 
jects in the failure condition took the least" raounf of time. 



Insert Table 4 about here 



The hypothesis that interpolated failure would have a greater effect 
on anxiety scores was supported when an adjustment was made for the effect 
of variation due to differences in prior levels of anxiety* It was found 
that subjects in the failure condition had higher anxiety scores than 
those in either the success or control conditons* Those subjects in the 
success group had lower anxiety scores than the control condition (anxiety 
scores* F ■* 8*618 f df = 2 f p <.001), A significant interaction was also 
found between anxiety levels and treatment conditions* Those subjects in 
the low anxiety group had higher anxiety scores after interpolated failure 
than after either the success or control conditlong and those in the 
failure group had higher anxiety scores if they were previously classified 
as being in the low anxiety group* 



Insert Table 5 about here 



DISCUSSION 

The present gtudy was designed to investigate the possibility of a 
relationship between levels of anxiety and measures of outerdirectedness 
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and the role of failure in this relationship. The investigation of outer- 
directedness was extended to state anxiety since it had, been identified aa 
interferring with performance aid identified aa a possible component of 
the retarded child's history of failure, 

The major assumption that a positive relationship exists between 
anxiety and outerdirectedness was not supported by the correlational pro- 
cedures that were used. Instead f negative correlations were reported 
that were not close to significance but could he interpreted aa zero 
correlation, Such findings could be explained by the restricted range of 
scores on the anxiety test limiting the amount of variance* In addition 
the subjects might have been too old to have been sensitive to the measures 
of outerdirectedness since it is a developmental trait and will decrease 
with age or the initial testing situation might have had little value to 
the subjects and the typically high«anxious subjects may have felt little 
pressure. An alternative explanation has been offered by MacMillan & 
Wright (1974) that measures of the PUZZLE TASK may be measures of dis- 
tractlbility rather than of outerdirectedness • The TASC may have been 
subject to the effects of dls tractlbility as the EMR subjects may have 
lost Interest in participating and may have given the most expedient 
answer rather than the most accurate . A test of split-half reliability 
on the TASC should be conducted to test this hypothesis. A lie and 
defensiveness scale should also be administered with the TASC to account 
for any discrepant scores. The findings of the study regarding the re- 
lationship between glancing *and time scores, however, were supportive of 
those reported by Reogh et al, (1972), Those subjects who glance a great 
deal are also those who spend more time completing the puzzle, 
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In addition to the lack of correlational evidence of a relationship 
between anxiety mii outerdireetedness* no effect of anxiety levels or 
treatment condition on glancing scores were found. Interpolation of 
success, failure or control conditions had no* significant effect on the 
degree of ©uterdirectedness as measured by glancing scores. Since 
puzzles were used in both the interpolated conditions aid as dependent 
measures f this procedure may be criticized for using tasks of such 
similarity* Butterfield & Zigler (1965) make this point and use it as 
an explanation for inconsistent findings mong studies which experi- 
mentally induce success and failure* MaeMilian 4 Wright (1974) suggest 
that greater attention should be given to differing methods of inducing 
failure* transference effects to various dependent tasks, and the pos- 
sibility that populations may differ in the potency of failure exper- 
iences as a result of differing histories of failure (MaeMilian £* 
Cauffiel, 1973), 

The inconsistency of interpolated success and failure condition to 
have an effect is also demonstrated when time spent on the puzzles was 
used as the dependent measure. Results were found which contradicted 
previous studies (MaeMilian & Wright s 1974) . Instead of subjects in the 
failure condition taking the greatest amount of time to complete the 
puzzles, failure subjects in this study took the least mount of time* 
Since the results did not account for successful or unsuccessful comple- 
tion the failure group may not have been accurate in their performance. 
Interpolated failure may have had the effect of causing subjects to work 
quickly in order to terminate a stressful situation* This explanation 
may •, e supported by the fact that subjects in the failure condition 
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manifested snore anxiety than those in either the success or control 
condition. 

As previously reported, no initial relationship was identified 
between anxiety and measures of out erdir ectedness * However, when the 
initial anxiety score was controlled for, significant differences were 
noted with those subjects in the failure condition and in the low* 
anxiety groups becoming more anxious after the interpolated failure* 
This suggests anxiety may be more situation specific than a general 
state of being. It might also suggest that the TASC may be more re- 
flective of anxiety when the situation is clearly defined to the sub- 
ject , and not a good measure of hypothetical anxiety-producing situation. 

The 1 preliminary results indicate that anxiety levels do not have 
any direct relationship with measures of outerdireotedness* It is sug- 
gested, however, that anxiety levels of retarded children as measured by 
the TASC should be investigated further as should the appropriateness 
of this measure with children in special vs» regular classes* It was 
reported that failure situations do increase anxiety, as hypothesized, 
and that subjects with previously reported low-anxiety are most sus- 
ceptible to an increase when experiencing failure* 

The tentative findings of the present study supports the suggestion 
of more systematic investigation into the interpolation of success and 
failure experiences and into the measure of outerdireetedness* Lack of 
substantial evidence in the areas of interest in this study should not 
deter the researcher who is interested in problem-solving styles of EMR 
children but should serve as a catalyst for future research* 
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Table 1 

Summary Table of Subjects Characteristics 



N CA ma 



36 X 122 months 90,70 months 

sd 9.76 25,34 
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Table 2 



Pearson r_ for TASC Scores, 


Tims, 


and Glances 




on Puzzle 1 for 


Total 


N 






Puzzle 






Total N 
N - 95 


TASC Scores - Total Time 






^.0124 


TASC Scores - Total Glances 






-.0931 


Total Time - Total Glances 






.5111* 



* £ < .01 
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Table 3 

Analysis of Variance of WISC Puzzle Task for 
Anxiety Levels X Treatments on Glancing 



Source of Variation 


df 


MS 


F 


A (Anxiety) 


1 


.44444 


,0808 


B (Treatments) 


2 


4,19445 


.7767 


AB 


2 


9, 19432 


1,7025 


Within Replicates 


30 


5.40000 




Total 


35 
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Table 4 
Analysis of Variance of Tine 
Measures in 2 Puzzle Trials 



Source 


df 


MS 


F 


Between- sub j ects 


1 


171697,5000 


71,96231 


Anxiety (A) 


1 


924,4375 


,3874 


Treatment (B) 


2 


10995,0312 


4,6083* 


AB 


2 


1398,2500 


,5860 


Error 


30 


2385,9062 




Within- subjects 








Puzzles (C) 


1 


8191,8750 


3.5495 


A x C 


1 


234.6875 


.1016 


B x C 


2 


1560.0625 


,6759 


A x B x C 


2 


2909.6250 


1,2607 


Error 


30 


2307.8833 





* p<,01 



50 



49 



Table 5 

Analysis of Covariance on TASC Scores: 
Final Scores Adjusted by Initial Scores 



Source 


df 


MS 


F 


Mean 


— *— E 1 J " - 

1 


26.57788 


2.66403 


Anxiety (A) 


1 


41.08765 


4.11841 


Treatments (B) 


2 


85.97998 


8,61819** 


A x B 


2 


34.01965 


3.40995* 


Cover late 


1 


691.01294 


69.26357 


Error 


29 


9.97657 





** p< .001 
* p< .05 
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Date 

Instructions for Pilot Test 



1 . Take the subject Individually to a room containing a table and three 
chairs. Direct the subject to the chair on the right and then you sit 
to the left of the subject, 

2* Introduce yourself and begin reading instructions to the test* 

My name is Mrs ffifeE^i * I 'm going to be asking you some questions - 
questions different from the usual school questions , for these are 
about how you feel and so have no right or wrong answers, people 
think and feel differently. For example , if I asked you this question: 
"Do you like to play ball?" , some of you would pu^i^Mr^ela around -"yes" 
and some of you would put^al^4r^4b e aroti ft^U "no" , Your answer depends 
en how you think and feel* 

No one but myself will know your answers to these questions, not your 
teacher, nor your principal nor your parents, If you don't understand 
a question, ask me about it. How, let's start* 

/c^ t _/ 1 T) K/dyy ^ >i/i^ to C.Lk*.kilJ:-?\ 

1. Do you worry when the teacher says that she is going to ask you 
questions to find out how much you know? 

2. Do you worry about being promoted, that is t passing from one grade 
to the next? 

3 e When the teacher asks you to get up in front of the class and read 
aloud, are you afraid that you are going to make some bad mistakes? 

4. When the teacher says she is going to call on some boys in the class 
to do arithmetic problems, do you hope she will call on someone else 
and not on you? 

5, Do you sometimes dream at night that you are in school and cannot 
answer the teacher 1 s questions? 

6. When the teacher says she is going to find out how much you have 
learned > does your heart begin to beat faster? 

7, When the teacher is teaching you about arithmetic do you feel that 
other children in the class understand her better than you? 

8, When you are in bed at night , do you sometimes vorry about how you 
are going to do in class the ne>:t day? 

9. When the teacher asks you to write on the blackboard in front of 
the class does your hand sometimes shake? 

10. When the teacher is teaching you about reading, do you feel that 
ether children in the class understand her better than you do? 

11, Do you think you worry more about school than other children? 
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12. When you are at home and you are thinking about your arithmetic 
lesson for the neKt day, do you become afraid that you will get 
the answers wrong when the teacher calls on you? 

13. If you are sick and miss school f do you worry that, you will 
do more poorly in your schoolwork than other children when you 
return to school? 

14, Do you sometimes dream at night that other hoys and girls in 
your classroom can do things that you cannot do? 

15, When you are home and you are thinking about your reading 
lesson for the next day* do you worry that you will do poorly? 

16* When the teacher says that she is going to find out how much - 
you have learned, do you get a funny feeling in your stomach? 

17. If you did very poorly when the teacher called on you, would 
you probably feel like crying even though you would try not to 
cry? 

18, Do you sometimes dream at night that the teacher is angry 
because you do not know your lessons? 

19* Are you afraid of school tests? 

20, Do you worry a lot before you take a test? 

21- Do you worry a lot while you are taking a teat? 

22. After you have taken a test, do you worry about how well you 
did on the test? 

23. Do you sometimes dream at night that you did poorly on a test 
you had in school that day? 

24. When you are taking a test, does your hand shake a little? 

25. When the teacher says she is going to give the class a test, 
do you become afraid that you won't do well? 

26. When you are taking a hard test, do you forg.et some things you 
knew very well before you started taking the test? 

27. Do you wish a lot of times that you didn't trorry so much about tests? 

28. When the teacher says she is going to give the class a test, do 
you get a nervous or funny feeling? 

29. While you are taking a test, do you usually think you are. 
doing poorly? 

30. While you are on your way to school , do you sometimes worry that 
the class may have a test? 
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UNIVERSITY OF CALIFORNIA, RIVERSIDE 




BERK ELF Y * DAVIS ■ I H VINE * I OH ANCIXM • lUVKKSiDE * SAN DXEGD * SAN KUANCHCO 



SANTA BAHBAHA * SANTA CHUZ 



DEPABTMCNT OF EDUCATION 



WVEnSUPE, CALIFORNIA 92S02 



January 19, 1976 



Dear parents; 

I am a Doctoral student in Special Education (University of C5liCornia s 
Riverside) and have been given a fuderally funded grsnt to ntudy how children 
are notivated and hotf this n^tlvation influences the w.iy they solve problem. 
Specifically, I cm interested in studying how levels of anxiety are related to 
outerdirectedneso, en identified probica-solving style of educable mentally 
retarded children. By r^Ann of this letter, I mi asking your eooperfttjlon and 
permission to allow your child to participate in my study. The concent fom 
which follows thio letter iril 1 explain the details of my study ond will give 
you an opportunity to decide whether you would like your child to be in ny study. 
I feci that this is a worthwhile study and will benefit children by attempting 
to improve future teaching techniques, If you have any questions after reading 
the consent form* please feel free to call me at (213) 825-0159, 



Sincerely* 




Victoria L* Graf, H,A, 
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UNIVERSITY OF CALIFORNIA, RIVERSIDE 



BERKELEY * DAVIS • IHVlNI! • LOS « tUVEHSiPE » SAN DIEGO * SAH *HAN CISCO 




^V!R) SANTA UAH B AHA * SANTA Chyz 



DEPARTMENT OF EDUCATION 



RIVERSIDE, CALIF OILNIA 92001 



CONSENT FOmi FOR MOTIVATIONAL CJ^nACTERISTXCS STUDY 



We % the undersigned, parents of hereby 

Agree to allow our child to participate in a study investi ^nting the possible relation* 
ship of: level? of c.nrAnty and cmtGr'tlrretcdnGSF, a characteristic problem-solving 
stvle of cducAblc mentally retarded children. Vn undcrPtrr.d that this study will 
consist of collecting i nfernntlon by vay of a quo? tlonnair- which requires a yes or 
eo rer psnne to itens concerned with attitudes toward and experience fn tost and tur t - 
like Titrations and the conoletion of staple ptissle tasks. This informtion will bo 
gathered by trained representatives working under the superivi fiion of Victoria L. 
Gref, M.A , i Doctors! St-dent in Special education (Univerisity of c^UforniA, r.1v*rsf • 
Tho rn^nt of tlr* nrr.o^rn Cor the participation of ourehlld will bo a total of one 
hour which will be divided into two V; hour sepFions within a period of two weeks. 

Vo understand that the .purpose of thin ctiHy in to bc^tn the investifiSt-ion of tV" 
possible r*latlonshin between rotlvnt tonal 4: 1 -ar-nc t ;eri nt les such as en:dr-t> a?^ t« e 
irAnior in vhieh children solve problems. This i.ifarntfttior. Is for the: purple o^ 
inprovin^ future teaching teehniev?a, w ynderetvd that our child will rcreiv* 
no direct b- n-£it frori this Ii.vert! *z timx at the prrnint tire. This inv^riM t3 r > i^- 
scrver. a basis for future re*^rrh in this nrc* which hope .ally will Vvrult in 
i-proved *r--thods of t-f-hir^ and i^rr^.H lnariMn- for chi Idrsn. 

!?c nl-n a'zrco t**at the dntrt ^thr.v.-d "-fly be ved in rnch nnn^rr a** nay be de«lr*'. 1* 
fv*'\:c*chir^ r^UrndT'n n- re^n-rh purpose** , but sh-.t all Ir.frrwtl inn vill 
coded and reported ph ^iw? rv:::^-"-; a-v' that at r-? tf-e will o;:r chile !.;- in 
* n /^. r „ rtf5 ^ v pvir^-miopr. rl"-e ; -^rptrrv 1 H -t fch* Jv^- o r o :r p'-mfr^oa 
fce'al 1 ^ t!-o ^rhr.rin^ of f» for— itirvi fvrr ^-! nol rnro:*:!* r.neh an i-.itclH.fir-c? t«'*t 
. f 'r^f ( H-v^-h - r ti-n *r. sr^Mi!. cSrr'P^i^l ?«;-, ere. to ^ -;*ed I v. r cvO^S'f f -1 
? ^ f ,.^ v 'r... c y,^^.-*;.^ «e ^ni? ^ v ^-f t -n I r, o-ti^Mll. C"» r rpnv-v^l or •** r-p-^-v:*l ' 
lr {.^{r-t,^ in th-r >:< l-.e 1 ^. h'r M^nr'^-"' f'.at o-.t rl IM -Mil t ll f H^o* 

c i, f i. :: - r - r ^ th- *r-d- o .p1^i*v-J t^ ' in/h^r ?.* f'-? of f ft-.:dy P*^ s rt « 

§ „.. '^-.,.-^ c - f -t«ndl^-r-. r >«- i*-t-—r — r of eon f idc: lity will % ? rfrrenr^d to all 
,, r ^i^ r f ntrff and to O'jr cV f 1 d 1 ft t"Tc ! -e*- . 

f ,„.i : , rrtf!1 ^ f i th^f: rn / i-r-uH^ ^r.v* 1 have roneerM n^ 'pro feet nv ^r- f !:-^e 'dU hn 
wv'^'ftft .v; t'fw .iH t^t ^e rry rail t^e l-vn-'tij-t^ i^cd n*^ve at nl**j ^?i-01^ 
fnr p-^pfj^r rc ,ardin w pr^^et p^orrd-r-^. Vr a^e rOro avar^ t! nt wo n:»v tKthd^aw 
o tr child f — i thif^ rtfdy w' aneve*- wi sh. 
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V« pp^r^vn V? r^coHlnj of informntlnn from schawl rc»cr»~ds such as 



tolH i^c? tnnt* scorer, lev^th tt^ rt prnjrnn ? chronologic al s;;c, etc*, if 
used in a confidential manner for the reporting of group averages and if our ehlld 
will not be nailed In any reports or preFnntatlons* 



Wn do tint approve the recording of infomation from school records . 



Mother 



Date 



Guardian or Other (Specify) 



Date 



Father 



fiuardian or Other (Specify) 



Dote 



Janunry/1976 
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UN1VEKS1TY OF CALIFOKXIA, LOS ANGELES 



' - - - •-' — - — — — - -------- --T--. ^ — - — - — -- 



_j^g§^ J 

O . i s 1 , -;- ■ | . *• ■ ?j ■ SA TA I* A IlilAi'A • S\ VTA ch cis 



NT.1/HO-P&Y(.ltf A riUf) INSTITUTE 

the (r.N'Trn poh Tiir. m.u/ni schis 

760 WK^TW OUD PLAZA 

LOS ANGKLfcS, CALII QJUSTA WOU 



26 de Enero de 1976 



Estimados padres: 



Soy una cstudiante prcparando mi doctorado en Educacion Especial (Uni versidad 
de California, Riverside) y he recibido una donation otorgada por el gobicmo 
federal eon el objecto de estudiar como ios ninos son motivados y como esta 
mot i vac ion influye la manera de como solucionan ellos sus problcmas . Especi- 
ficamente estoy interesada en estudiar como ios niveles do anciedad estan 
relacionados con la external izacion, lo cunl se ha identificado como un 
estilo ^utilizado par los ninos rctardados mcntales pero cducables cn la / 
solucion do sus problemas. Por medio do est a carta sol icito su cooperation 
y permiso para qur permit a a su hijo(a) participar en este estudio. El 
Consent inii onto que aconpana esta carta lc cxplicara los detalles de mi 
estudio y le dara' una oportunidad para doeidir si le gustaria o no quo su 
hijo(a) participe en mi estudio. Estimo que este es un estudio do valor y 
que beneficiara a los ninos al tratar de mcjorar las futuras tecnitas do 
ensenanza . Si despues de leer el consentimionto usted tiene alguna pregunta 
por favor lla'jnojno al telefono (213) 825-0159. * 

Sinceramente* 



Victoria L. Graf, M. A 
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UNIVERSITY 01' CALIFORNIA. LOS ANGELES 

LtlUCriXY • I>AV|» ' tSr. LM: - LOS ANC*LL,L'S * f.lVj hMi>r * S *N DIKCO * SAN iHANClbCn : ] ] \ |l RANT \ HAl'IiAlU 1 frAVlA fill'/ 

^ ^nr _ - . ■ - — - - - - ' — ' . . ***.,:=t*Sjj - - ■■ ■ 

NKi no.rsYcniATi^K: insth rri; 

the C-KN n:u fou liii: health soj i:\cks 

7t30 WKYIWUOD 1 1.A4A 

LOS ANCELKb, CALIFORNIA 90021 
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GONSUNTJMJENTQ PAHA EL BSTUDIO HE LAS CARACTER1ST1CAS DE LA MOTIVACION 

Nosotros ■ quo al final firmamos, padres do pur 

medio do la prescnte nccpt&'ftos que nuestrota) hi jo (a J part Lcipe en un estudio 
destinado a investigar la posible relation que existe cntrc los nivclcs dc - 
anciedad y la externa] izneion, - un estii© caracteristico do como los nines 
retardados mentales pero . educablos solucionan sus problemas . Conprcndemas 
que este estudio consists en col cctar informacion por medio de un qucstionario 
el cual requiore respucstas si o no conccrnientes a preguntas rclncionadas con 
actitudeS ^haeia los tests, cxpcricncias cn tests y situaciones si mil arcs y la 
terminaeien do tarcas rolaeionadas con rompecabezas * Esta informacion sera 
rccopil ada por medio do personal cntrcnado que trabaja baio la supervision de 
Victoria E, Graf, M.A. , Estudiante Doctoral en Kducaeion Especial (Universi dad 
de California, Riverside). El tie:;ipo necesario para la part icipacion do 
nuestro (a J hi jo (a) sera de un total de una hora la cual sera dividida en dos 
sesionos de media hora cada una, en un penodo de dos semanas, 

Comprehdemos que el proposi to do este estudio es iniciar una inves tigacion do 
la .nosihle rclaeion que existc cntrc las caraeteristieas do la mot j vac ion. 
'tales conio la anciedad, y la man era por medio de la cual los nines resuoivon 
sus problemas. El proposa to de esta informacion es mejorar las futuras tecnieas 
de ensenaiua y comproTidcmos que nuestro (a) hi jo (a J no # so beneficiara en el 
prescnte do esta invest i gacion . Este estudio servira' como base para futuras 
investigaciones en esta area, lo cual es dc esperar resulte en mejores motodos 
do onsenansa para aiuncntar el aprondizajo de los nines* 

Tambiem aceptamos que la informacion obtenida sea utilizada de tal monera como 
se estime convenientc ya^ sea en ensenanza, publicaciones o invest i gaeioncs , 
pero que toda infomiacion sea prosentadr^ en clave y report nj a como un promedio 
de grupo y que en ningun mo men to se mencione el n ombre de nuestro hi jo ya sea 
en report es o presentacioncs . Tambien comprendemos que nuestro permiso es 
opcional de permit ir la recopilacion de informacion do los archives de la 
escuela tales como puntajer de tests de inteligencia , pcriodo de t tempo en el 
programa, edad cronoldgica , etc, los cuales scran utilizados en forma confident 
cial y reportados como promedio dc grupo, Al final del presentc. conscntimiento 
hemos indicado nuestra aceptacion o negativa para la recopilacion de informacion / 
de los archives de la escuela. Tambien comprendemos que al final se le cxplicara 
a nuestro (a) hijoCaJ los precedimientos empleados en el estudio para evitar 
malentcndidos - Tanto los funcionarios que participan en este proyecto como la 
profesora de nuestro (aj Jiijo(a) scran instruidos en mantener estricta confidencia. 

Comprendemos que cualquier p re gun t a que tengamos rcferentc a los procedimientos 
empleados en el proyecto sera' contest ada con prontitud y que podemos llamar a 
la persona que dirije esta inves tigacion (Victoria L. Graf J al telefono (213J 
825-0159 cuando tengamos alguna pregunta reference a los procedimientos que 
so utili^aran en el proyecto, Tambien entendemos que podemos rcrirar a nuestro (a) 
hijo(a) del estudio en el mriacnto que deseemos* 

1 A 



Aceptamos la rccopilacion do inforancion do los arehivos do la eseueia 
de nucstro ta) hijofaj , talcs como punt a j ds do tests de int 'igeneia, 
pcriodo do tiempo en el programa, edad cronologiCB, etc. f , sta 
informacion es utilir.ada en forma confidential para reportos do 
promodio do grupo y sienprc que el nombro do nuestro^a) hi jo (a) no 
sea mencionado en ningun report e o prescntacion. 

No aceptamos la recopilacion de information en la escuela de nuestrot,a) 
hijo(aJ ¥ 



Mad re 



Feeha 



Guardian u otro "(ospecifiquej Fee 



Padre 



t* ccha 



Guardian u otro lespecifique) 
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